Within the systems of childhood protection, residential care (RC) has historically played an essential role, providing an alternative for children who are immersed in a situation of neglect, and for whom a protective measure other than RC is impossible, at least at the beginning. These facilities have been the object of what Fernández del Valle and Fuertes (2000) call unspecific critique, a term that describes the widely extended idea that RC is a resource that harms the development of the minors who undergo it, therefore considering it a last protective resort, to be used only when other measures are impossible. This idea has increased with the contributions of many investigations, most of them of a clinical and epidemiological nature, that study the personal, behavioral, and social problematic displayed by minors who have lived in the RC facilities. A recent revision of these works can be seen in Johnson, Browne, and Hamilton-Giachritsis (2006) . Nevertheless, the conclusions of these investigations are being challenged because of a basic methodological error: They do not differentiate possible problems caused by RC from the problems produced by the prior situation of neglect that led to these children's admittance into these facilities (Fernández del Valle, 2003; Martín, Rodríguez, & Torbay, 2007) . In contrast, many of the studies were developed in countries where the evolution of RC is not comparable to what goes on in the context of the European Union (Fernández del Valle, 2003; Martín, García, & Siverio, 2008) .
In contrast, the RC model, produced at the end of the 20 th century (Fernández del Valle & Fuertes, 2000) , which changes from a beneficence model to a professional model, has also switched the object of study from the minor to the programs that are developed in protective residences and homes. Thereby, studies that assess the results of the RCs have been published. Both the works that have focused on the assessment of the process (Artamendi & Fernández del Valle, 1999; Martín & González, 2007) and the assessment of short-term (Bravo & Fernández del Valle, 2001; Knorth, Harder, Zangberg, & Kendrick, 2008; and long-term results (Fernández del Valle, Álvarez, & Bravo, 2003; Kendrick, 2005) conclude that RC can have beneficial effects on a considerable percentage of minors, and that they positively value the attention they receive. In this sense, the change in the model produced in the last century-whose main principle is normalization, the purpose of which is for the minors who live in RC (hereafter RC minors) to have a life that is as similar as possible to that of children who live in a family setting-has little by little deprived the unspecific critique of its arguments. These changes have placed RC in its well-deserved position within childhood protection systems (Fernández del Valle, 2003; Fernández & Fuertes, 2000; Hellinckx, 2002) , which is that of being the most adequate resource for some cases, in addition to being a preparation for other measures, such as reuniting the biological family, family shelter, adoption, or even emancipation in the cases in which no other measure is feasible.
Nevertheless, and even acknowledging the improvement in the service provided by RC, there are still some aspects that can clearly be improved, such as the case of RC minors' school adjustment. Short-term assessment studies carried out in Spain (Bravo & Fernández del Valle, 2001; show that the goals of social integration, both in the residence, in the community, and in the school setting are the most difficult to achieve from RC programs. The results provided by research carried out in the Anglo-Saxon context also reveal the integration problems of RC minors within the school setting (Brodie, 2005; Goddard; 2000; Stone, 2007; Yu, Day, & Williams, 2002) . This is mainly due to two causes. Firstly, the consequences, both cognitive and socio-emotional, of the situation of neglect before admittance in RC, with maltreatment in a large number of cases, makes adequate adjustment to the school setting more difficult (De Paúl & Arruabarrena, 1995; Leiter, 2007; Palacios, Jiménez, Oliva, & Saldaña, 1998; Stone, 2007) . Secondly, starting with RC, therapeutic goals have been prioritized over educational goals, and school adjustment is not a priority goal in RC programs (Brodie, 2005; Harker, Dobel-Ober, Lawrence, Berridge, & Sinclair, 2003; Lindsey & Foley, 1999; Maclean & Connelly, 2005; Martín, Muñoz de Bustillo, Rodríguez, & Pérez, 2008) . Moreover, the lack of cooperation between RC facilities and academic institutions is another deficiency that has been observed when dealing with the academic goals of this population (Brodie, 2005; Daniels, 2007) . And in this sense, adequate integration in the school setting is one of the most powerful predictors of future adjustment, both for the normalized population and for socially disadvantaged collectives (Jackson & Martin, 1998; Masten & Coastworth, 1998) , as is the case of RC minors. On the one hand, good academic achievement leads to obtaining an academic title that gives access to the work market in advantageous conditions, which, in many cases, helps the individual to escape from the circle of social exclusion that first led to the situation of neglect (Díaz-Aguado & Martínez, 2006) . And on the other hand, the school becomes the most important normalized socialization context in those cases in which the primary socialization context has failed: the family. Thus, school adjustment, through the relations that the minors establish at school and their adjustment to its norms, becomes a key element of analysis (Buhs, Ladd, & Herald, 2006; Díaz-Aguado, 2006; Moroz & Jones, 2002; Trianes, Muñoz, & Jiménez, 2007) .
Few works have addressed RC minors' school integration from a psychosocial perspective. Martín, Muñoz de Bustillo, et al. (2008) , using sociometric techniques, analyzed social integration with peers in the school setting, finding that these minors were rejected more frequently by their classmates than the normative population when performing academic activities, but not leisure activities. RC minors were described by their classmates as children who behave aggressively and are constantly calling attention to themselves, have poor relationships with the teachers, and are not noted either for their capacity to solve conflicts or their maturity. When the minors themselves were asked, through self-perception of their adjustment, higher scores of school maladjustment were found in RC minors than in the normalized sample, although only for the age level of 12-15 years. In contrast, no differences in self-perception of social maladjustment were found (Martín, García, et al., 2008) . These data describe RC minors' integration problems not so much in their peer relations as in their adjustment to the formal setting of a classroom and to the teachers' instructional demands. These results indicate a behavioral profile of the RC minors that is coherent with that of students who are perceived by teachers as being controversial in class, because they obstruct the normal development of the instructional activities (Álvarez, Álvarez, Castro, Campo, & Pueyo, 2008; Martín, Muñoz de Bustillo, et al., 2008; Muñoz de Bustillo, Pérez, & Martín, 2006) . These problems in the RC minors' relationships with their teachers do not enhance an adequate bond between them, and this variable is positively related to adjustment to the school setting (Baker, 2006; Martín & Dávila, 2008) .
Although the above-mentioned works address RC minors' school integration, they have been carried out using different instruments and sources of information (teachers, classmates, and the minors themselves). Many works have shown that, when the minors' social behavior at school is analyzed, the results can vary substantially depending on the source of information used (Trianes, Blanca, García, Muñoz, & Fernández, 2007) . Therefore, in this work, we propose to analyze the RC minors' school integration using a triangularization system of the three most important sources of information: the minors themselves, the classmates, and the teachers. Thereby, we hope further our knowledge of the behavioral profiles displayed by RC minors in the school setting. Specifically, we propose two concrete goals:
1. to analyze through the classmates' perception, the school adjustment of the RC minors. 2. to contrast and qualify the results obtained from the peers' appraisal by means of the RC minors' selfperception and the teachers' appraisal.
Method

Participants
We analyzed the data of a total of 50 classrooms in which 60 RC minors were studying. The rest of the minors who study in these classrooms, a total of 843 (48.3% girls and 51.7% boys), make up the normative sample. The distribution of the minors by educational levels can be seen in Table 1 . The RC sample had the following characteristics: 49 minors (81.7%) were under legal guardianship, whereas 11 (18.3%) were in placed in RC because of their parents' request. With regard to sex, 28 (46.7%) were girls and 32 (53.3%) were boys. As to age, 31 (58.3%) were between 7-11 years, 24 (40%) were between 12-15 years, and 1 (1.7%) was 16 years old. Concerning the time spent in RC, 16 (26.7%) had been in RC for less than 1 year, 16 (26.7%) between 2 and 3 years, 13 (21.6%) between 4 and 5 years, and 15 (25%) had been in RC for 6 or more years. Lastly, in relation to the reason for their being declared neglected, in 2 cases (3.3%), it was due to emotional maltreatment, in 19 cases (31.7%) to physical abandonment, in 17 cases (28.4%) because of physical maltreatment, in 9 cases (15%) emotional neglect, in 4 cases (6.6%) because of parents' incapacitating illness, in 1 case (1.7%) because of the minor's behavioral problems, and in 8 cases (13.3%), admittance was due to other reasons.
Instruments
To analyze peer appraisal, we used the "Método de asignación de atributos perceptivos" (Translation: Allocation of perceptive attributes; Díaz-Aguado, 2006) . The procedure of allocation of perceptive attributes obtains information about behavior as perceived by classmates. It consists of identifying the classmate who stands out in a series of attributes or adjectives, both positive and negative, which are presented to participants, who must name the classmate who fits the description. This procedure obtains two global indexes of perceived behavior: that corresponding to positive attributes (number of times a student is named by classmates in positive descriptive characteristics) and of negative attributes (number of times named in the negative categories). The procedure collects diverse types of descriptive categories, taking the students' educational level into account. In the validation of various versions (Díaz-Aguado, 2006), the most frequently used adjectives by students of all ages to justify rejections and choices, expressed in open questions formulated in the nomination sociogram, were selected. In this work, because of the sample characteristics, we used a mixture of the preadolescent (11-13 years) and adolescent (14-18 years) versions. The questionnaire employed also included questions based on the nomination method, although for the present work, we only used the data contributed by the method of perceptive attributes. To determine the minors' self-appraisal, we used the "Test Autoevaluativo Multifactorial de Adaptación Infantil" (TAMAI; translation: Multifactor Self-assessment Test of Child Adjustment, Hernández, 1996) . This test has two parts: one that measures personal, school, and social maladjustment, and one that measures parental educational styles. We only used the first part, which has 105 statements, with a Yes/No response format, which the minor completes. The score represents the minor's self-perceived maladjustment score. The TAMAI can be used with youths from 8 to 18 years of age, and has various scoring methods with three factor levels and different norms for the three age groups (8-11.5, 11.6-14.5, and 14.6-18 years) . In this investigation, and according to our proposed goals, we decided to consider maladjustment variables continuous variables, so we used the simple correction form to obtain raw scores, common to the three factor levels in the third-order factors: personal maladjustment (score range: 0-39), school maladjustment (score range 0-31), and social maladjustment (score range: 0,35)
To determine the teachers' appraisal, we used the Evaluation Protocol for Teachers. This protocol is included in the monthly observation scale of the Individualized Educational project scale (Fernández del Valle, 1998) , and is used to assess academic achievement in the RC programs for minors. This assessment is carried out by the teachertutor of the class. It has a total of 17 items that reproduce behaviors that can be operationalized on a Likert-type scale ranging from 1 (never) to 5 (always), and which measure two dimensions: social behavior at school and interest in learning at school.
Procedure
This work is part of a more extensive project in which the variables that determine RC minors' personal, school, and social adjustment are analyzed. For this work, various associations and NGOs, which managed RC facilities where 102 minors between ages 8 and 18 lived, participated voluntarily. We requested the collaboration of the Dirección Territorial de Educación of the province of Santa Cruz de Tenerife (Canary Islands), which sent a fax to all the centers where the minors attended school, which included permission and the request to participate in the investigation. Subsequently, we contacted the directive teams by phone. We scheduled a date to gather information with the centers that ultimately agreed to participate in the investigation. The sociometric questionnaire was completed during regular classes, and in all cases, it was administered by the same person, who explained the test and clarified all possible doubts, especially in the younger children, also commenting that the participants' anonymity would be respected. The same day this data was gathered, the group tutor was requested to complete the Teacher's Observation Protocol for the RC students.
As we only wished to gather data from the RC sample, the TAMAI was always administered at the minor's home and carried out by two people, both psychologists with previous experience in RC, who had previously become familiar with the goals of the project and with the test. Of the 60 RC minors from whom we obtained sociometric data, 9 did not complete the test for various reasons.
The data was gathered individually, and the TAMAI was completed in a pencil-and-paper format, although the interviewer was always present in case there was some difficulty in understanding the items. Once the data was collected, the variables were coded: for the TAMAI, raw scores in the three general maladjustment factors were computed: personal, school, and social.
After all the information was collected, the scores of the sociometric questionnaire of the 60 classrooms were standardized (Z scores) so they would be comparable. Both the coding of the variables and the statistical analyses were carried out with the SPSS version 14.0 program.
Results
Reduction of Data and Comparison with the Normative Sample
Firstly, the data obtained by the method of allocating perceptive attributes for the entire sample (N = 903) were factor analyzed to reduce the number of variables. We used the principal component extraction method and the varimax with Kaiser normalization rotation method. Tests of sample adequacy revealed satisfactory results (KMO index = .825, Bartlett's sphericity test: p < .001). The rotation converged in 5 iterations, and yielded a threefactor solution that explains 54.25% of the variance. All the factors presented acceptable internal consistency coefficients (α = 82, α = .73, and α = .78, for Factors 1, 2, and 3, respectively). The composition of the factors is displayed in Table 2 .
Factors 1 and 2 group the positive and negative behavioral attributes that are usually allocated by peers to explain their rejection or acceptance of classmates (Díaz-Aguado, 2006) . Thus, the perceptive attributes of Factor 1, negative attributes, describe a behavioral profile with relations with the groupclass characterized by displaying aggressive behaviors, being nasty, feeling superior, calling attention, and getting on poorly with the teacher. "Not having a lot of friends," a characteristic that is usually associated with people who are rejected, is not a part of this factor, which reveals that this factor does not describe a person with few friends. Taking this description into account, we called this factor Controversy in the Classroom. Factor 2 reveals a behavioral profile that includes relations with the group-class characterized by having a lot of friends, being nice, being capable of solving conflicts, knowing how to communicate, being mature, and getting on well with teachers. According to this description, we called this second factor Integration in the Classroom. Lastly, Factor 3 shows a relational profile with the group-class characterized by not having a lot of friends, having communication problems, and feeling inferior to others. As this factor involves some characteristics of socio-school isolation, we called it Isolation in the Classroom.
In Table 3 are displayed the scores in the three factors for the sample of RC minors and the normative sample. The sample of RC minors obtained a significantly higher score than the normative sample in the factor Controversy in the Classroom, t(62, 875) = 2.627, p < .01, and significantly lower in the factor Integration in the Classroom, t(102, 973) = -5.059, p < .001. No significant differences were obtained in the factor Isolation in the Classroom, t (899), = 0 .843, p > .05.
Analysis of the Relation between Peer Appraisal and RC Minors' Self-Appraisal
When analyzing the correlations among the three factors of peer appraisal and self-perceived adjustment of the RC minors' sample (see Table 4 ), a significant and positive relation between the Controversy in the Classroom factor and self-perceived school maladjustment was observed, although no significant relations of this factor with selfperceived maladjustment in the personal and social areas were found. In contrast, the factor Integration in the Classroom did have significant negative relations with selfperceived maladjustment in all three areas, so that the higher the peers' heteroperception of integration, the higher the self-perception of adaptation in all three areas. The factor of Isolation in the Classroom did not correlate significantly with the scores in self-perceived maladjustment in any of the three areas assessed.
Relations between the Teacher's Appraisal and Peer Appraisal
When analyzing the relation between the factors of peer appraisal and the teacher-tutor's evaluation (Table 5 ), significant relations with the first two factors were observed, Controversy and Integration, but lower relations with Isolation. Specifically, the score in the Controversy in the Classroom factor had negative and statistically significant correlations with six of the items from the Evaluation Protocol for Teachers: "is respectful to teachers and personnel," "behaves correctly in the schoolyard and recesses," "participates in games and activities with classmates," "brings SCHOOL ADJUSTMENT OF CHILDREN IN RESIDENTIAL CARE 467 all the necessary material," "takes care of his or her own material" and "takes care of the materials and equipment of the center." The Integration in the Classroom factor had significant and positive relations with four items: "behaves correctly in class," "participates in games and activities with classmates," "is generally accepted by classmates" and "takes care of his or her own material." The Isolation in the Classroom factor had the lowest relation with the teacher's appraisal. Specifically, it only had a significant and positive correlation with the item "shows interest in learning."
Relations between the Teacher's Evaluation and the RC Minors' Self-Appraisal
Regarding the relations between the TAMAI factors and the teacher's evaluation (see Table 5 ), the first thing observed is that the latter has no relation with the scores in the personal maladjustment factor.
In contrast, school maladjustment had significant and negative correlations with 10 items of the Evaluation Protocol for Teachers. Specifically, with the following items: "respectful to teachers and personnel," "behaves correctly in class," "participates in games and activities with classmates," "is generally accepted by classmates," "pays attention in class," "shows interest in learning," "follows the teacher's instructions," "brings all the necessary material," "takes care of his or her own material," and "likes to show what he/she knows."
In the case of the TAMAI factor of social maladjustment, there were only significant negative correlations with two items: "participates in games and activities with classmates" and "is generally accepted by classmates."
Discussion and Conclusions
With regard to the first of the main goals proposed in this work, our results show that the RC minors, in comparison to their classmates, scored higher in the Controversy in the Classroom factor, and lower in the Integration in the Classroom factor, and no group differences were observed in the Isolation in the Classroom factor. These results reveal that the collective of RC minors is perceived by their classmates as people who have controversial relations in the school setting, and problems adjusting to the structures and dynamics established at school. The fact that no differences were found in the Isolation factor indicates that the integration problems are more limited to the formal demands of the instructional context than to peer relations. This result is supported by the results found by Martín, Muñoz de Bustillo, et al. (2008) , who found that RC minors were rejected by their classmates when performing tasks in more formal and teacher-supervised contexts, but not when taking part in informal and leisure activities. These minors are placed in residences and protection homes because they suffered a situation of neglect the socio-emotional and cognitive consequences of which hinder their adequate adjustment to the school setting (De Paúl & Arruabarrena, 1995; Leiter, 2007; Palacios et al., 1998; Stone, 2007) . The school setting is one of the most rigid contexts for children insofar as concerns the normative and demands, and not all children adapt easily to such contexts. It is even more difficult for children who have had the misfortune of not having an appropriate family context, such as the case of RC minors, who thus become an at-risk collective insofar as concerns adjustment to the school setting. Therefore, RC minors usually display behavior that does not match the teachers' demands, so teachers tend to perceive these minors as undisciplined students who interfere with the normal development of their task (Álvarez et al., 2008; Muñoz de Bustillo et al., 2006) . All this makes it more difficult for RC minors to perceive the teacher as a figure who provides social support, a variable that has been shown to enhance school adjustment (Baker, 2006; Martín & Dávila, 2008) . Therefore, improving the relationship between RC minors and teachers becomes a goal to take into consideration in residential care programs.
The second goal proposed in this work was to study in depth the knowledge of the behavioral profiles at school, obtained by peer appraisal, qualifying them with the results of the minors' own self-appraisal and the teachers' evaluations.
With regard to the RC minors with high scores in the factor of Controversy in the Classroom, these minors perceive themselves to be maladapted to the school setting, but not in the personal and social areas. The teachers tend to evaluate them as disrespectful students, with poor knowledge, who do not participate in activities, and who do not take care of either their own material or that of the center. Based on these data, and noting a clear coincidence in the different sources of assessment, this describes the profile of a student whose problem is a lack of adjustment to demands and rules of the school setting, and which seems to coincide with the undisciplined profile that is frequently punished and penalized by teachers (Muñoz de Bustillo et al., 2006) .
With regard to the factor of Integration in the Classroom, a factor in which the RC minors score lower than their classmates, we observe that the higher the score in this factor, the lower the score in self-perceived personal, school, and social maladjustment, which confirms the relevance of peer relations for adjustment and personal adaptation. The minors who scored high in Integration in the Classroom were evaluated by the teachers as disciplined students who were well integrated with their classmates. This is the profile of a student who is perfectly integrated at school, although the evaluation carried out by the teacher does not correlate with self-perceived personal maladjustment. And RC minors are not noticeable for fitting this profile.
The last profile, Isolation in the Classroom, in which no differences between the RC sample and the comparison sample were observed, is not related to the scores in selfperceived maladjustment in any area, and just barely with the teachers' evaluation. From this latter source, only "interest in learning" is noteworthy. Although this last profile is not a specific problem for RC minors, it deserves some reflection. Martín, Muñoz de Bustillo, et al. (2008) found that teachers tend to evaluate students as a function of their more visible behavior, but not when their problems are internalized or when they are displayed in contexts that are not under the teacher's direct supervision. The fact that teachers' evaluation is not related to personal maladjustment, and just barely to social maladjustment, and very much to school maladjustment, confirms this result. The teachers' evaluation of children with high scores in Isolation as children who show an interest in learning is due to the fact that teachers traditionally perceive these students as model children who are quiet, attentive, and who follow the rules. Moreover, isolation in the classroom or withdrawal can be of different types, ranging from classmates' rejection to the student's own lack of social interest , thereby constituting a heterogeneous profile; hence, as a generic concept, Isolation in the Classroom is not related to self-perceived maladjustment in any of the areas.
Taken conjointly, the results of this work lead to two conclusions: one referring to the integration of RC minors at school, and the other about the methodological aspects used to analyze this integration.
Adjustment at school is one of the most difficult goals to achieve through residential care programs. The results of this work and of other works recently carried out (Martín, Muñoz de Bustillo, et al., 2008) show that the integration problems are not so much due to the relations with classmates as to the relation to the rules and demands of the school and the relationship with the teachers. In this sense, these minors' deficiencies in prior socialization in an inadequate family context seem to be the cause of their integration problems. This leads to our calling for an effort, both from residential care programs and from the school, especially when working together and coordinately (Brodie, 2005; Daniels, 2007) in order to achieve the goals of school adjustment of these RC minors, which is the sign of a good prognosis of their adjustment after they leave the childhood protection system (Jackson & Martin, 1998; Masten & Coastworth, 1998) .
As adequate school adjustment is vital for RC minors, the instruments and sources used to study them deserve some comment. In residential care programs, the instrument generally used is the one used in this work: the Evaluation Protocol for Teachers, which is already included in the monthly goal observation scale of the Individualized Educational Project (Fernández del Valle, 1998). The relations found with the scores in the factors Controversy in the Classroom and Integration in the Classroom, but particularly with the score in the TAMAI factor of school maladjustment, confirm the reliability of this instrument to measure the problems of adjustment to the instructional demands that are more visible to the teachers, but not for the analysis of internalized problems such as isolation or personal maladjustment (Martín, Muñoz de Bustillo, et al., 2008; Trianes, Blanca, et al., 2007) , which, although they do not seem a particularly notable problem in RC minors, if compared with a normative sample, they may occur in a considerable number of cases (Martín, García, et al., 2008) .
The big challenges of residential care programs are to refine and complement, with different instruments and sources, the diagnosis of RC minors' school adjustment, and to implement interventions aimed at its improvement, especially insofar as concerns the coordination with the school. We should not forget that if, from Educational Psychology, we are demanding more family-school coordination for the other children, then we must also recommend more coordination for RC children, as their main socialization contexts are the residence and the school.
